DOCUMENT RESUME

ED 469 751 ' ' . TM 034 542

AUTHOR Danzig, Arnold; Wright, WilliamA
TITLE - Science versus Service: Narrative and Story-Based

Professional Development with School Administrators at a
County Regional School District.

PUB DATE 2002-04-00

NOTE 107p.; Paper presented at the Annual Meeting of the American
- Educational Research Association (New Orleans, LA, April 1-5,
2002) . -

PUB TYPE Reports - Research (143) -- Speeches/Meeting Papers (150). .

EDRS PRICE EDRS Price MF01/PCO5 Plus Postage.

"DESCRIPTORS Elementary Secondary Education; Experience; *Faculty

O

ERIC

Aruitoxt provided by Eic:

Development; High Risk Students; Life Events; Personal
Narratives; Principals; Superintendents; *Teachers

ABSTRACT

This paper describes a professional development approach
using narratlve and study. During the 2000-2001 school year, researchers
worked with the leadership team (13 educators) of a county accommodation
school district in a major urban center in the southwestern United States.
The géneral goal of professional development was to assist the leadership
team in accomplishing high quality work while paying attention to the
underlying moral purposes of their work at an accommodatiocn schocl district
that serves homeless children, incarcerated children, and children who have
been unsuccessful in their prior school experiences. The approach asked
education leaders to explore their own stories, their workplace experiences,
and professional dilemmas as they crafted stories of practice. Three general
assumptions about professional development guided the project: (1) to respect
the intellectual capacity of school administrators and others in the school
district; (2) to focus on building competence with attention to individual
and organizational leadership; and (3) to promote continuous inquiry and
school betterment that are embedded in the daily practice of schools.
Outcomes of this work were the stories that participants produced, the
discussions that followed, and the applications to other
tasks/responsibilities of the leadership team. Seven such stories are
attached. (Contains 4 tables and 27 references.) (SLD)

Reproductions supplied by EDRS are the best that can be made
from the original document.




ED 469 751

N
<
n
<
™
o
=
-

Science versus Service: Narrative and Story-Based Professional
Development with School Administrators at a
County Regional School District

Armnold Danzig, Arizona State University

William Wright, Northern Arizona University

U S. DEF’ARTMENT OF EDUCATION
Office of

PERMISSION TO REPRODUCE AND EDUC, TIONAL RESOURCES INFORMATION
DISSEMINATE THIS MATERIAL HAS CENTER (ERIC)
BEEN GRANTED BY This document has been reproduced as
received from the person or organization
originating it.

O Minor changes have been made to
improve reproduction quality.

—A. Danzig

¢ ® Pgints of view or opinions stated in this
document do not necessarily represent

TO THE EDUCATIONAL RESOURCES
official OERI position or policy.

INFORMATION CENTER (ERIC)

Paper Presented At Session 56.17 New Models Of Professional Development For
Learner-Centered Leadership (Division A — Symposium) At The Annual Meeting of
The American Educational Research Association, April 1-5, 2001
New Orleans, Louisiana

P
[

BEST COPY AVAILABLE



Science versus Service: Narrative and Story-Based Professional Development with
School Administrators at a County Regional School District

Arnold Danzig, Arizona State University
William Wright, Northern Arizona University

Abstract

This paper describes a professional development approach using narrative and
story. During the 2000-2001 school year, the authors worked with the leadership team
from a county accommodation school district in a major urban center in the southwestern
United States. The general goal of professional development was to assist the leadership
team in accomplishing high quality work while paying attention to the underlying moral
purposes of their work at an accommodation school district which serves homeless
children, incarcerated children, and children who have been unsuccessful in their prior
school experiences. The approach asked education leaders to explore their own stories,
their workplace experiences and professional dilemmas, as they crafted stories of
practice. Three general assumptions about professional development guided the project:
(1) to respect the intellectual capacity of school administrators and others in the school
district, (2) to focus on building competence with attention to individual and
organizational leadership, and (3) to promote continuous inquiry and school betterment
that are embedded in the daily practices of schools.
Introduction

This study of professional development with school and district administrators
describes the authors’ experiences working with the administrative team of a county
regional school district in a major urban center in the southwest United States. The

county regional school district is a public school district governed by a political official



elected by popular vote for a four-year term. Typically, the post is considered to be a
stepping-stone to a higher appointed or elected position, and one in which political
considerations are dominant. An appointed district superintendent of schools manages
daily operations. The district’s average daily membership (ADM) is approximately 1500
students, and there are seven school sites, including separate school sites elementary,
middle, and high school students, schools targeted for homeless students, niche schools
for at-risk students, and site-based educational services for incarcerated youth.

The project began in the summer of 2000. The scope of our work was to provide
expertise and consultant services in areas related to research, evaluation, and training for
district administrators through ongoing professional development. The authors met
weekly with the leadership team of the district beginning in early September 2000 and
continuing through June 2001. The leadership team of the district included the following
central office and school site administrators:

District superintendent (1)

School principals (4)

Assistant principals, and site directors (4)

Director of curriculum for the district (1)

Director of business services for the district (1)

Director of personnel for the district (1)

Director of computer services for the district (1)

The researchers met with this group every Monday for approximately three hours. Site
visits, conversations with individual administrators, the County Superintendent, and

others, occurred along with these scheduled sessions/meetings.

Professional Development and Making Schools Better

From the outset, our sessions tried to balance specific needs voiced by the

leadership team with a larger and more general goal of school and district betterment.



In early sessions, the leadership team expressed need for help with tasks such as: 1) long
range planning for the district and individual sites, 2) revising and updating District and
Board policy, 3) assessing and revising curricula, 4) strategizing ways to improve
student, school, and district test performance, 5) preparing school and site evaluation
plans, 6) developing professional improvement plans. Each of these areas involved
reading, discussions, and guided practice with the leadership team. As outside
consultants, we listened to what the team felt was needed and then devised some
strategies to address these needs. We presented information, designed simulations,
synthesized reading, shared experiences, shared assessment models and boilerplates,
suggested areas for future consideration and action research.

More pressing concerns and immediate interests sometimes interrupted planned
activities. A visit from the crew of 60 Minutes television show occurred during the
school year, and the subsequent buzz over how it would play out, and then the actual
showing of the story on television, dominated at least one or two meetings. District and
site administrators were interrupted by calls regarding missing children, transportation
issues, ﬁght;c, on campus, etc. These interruptions often became part of the deliberate
discussions and activities of future sessions. They provide a backdrop for understanding
that professional development is embedded in ongoing administrative practice with
responsibilities that captures time, attention, and energy of school administrators.

When talking about school reform or school improvement, we prefer the term that
Oakes et al. (2000) introduces, betterment. Betterment implies more than reforming
schools and school leadership, and instead looks more to how the norms of practice must

change in order for something new or different to occur. The goal of betterment requires



recognition of the cultural contradictions that keep schools from changing. Oakes ef al.
(2000), identifies four norms of practice related to betterment: 1) an educative norm
related to inquiry and reflection in schools, 2) a social justice norm related to reaching
across ethnic and class boundaries, 3) a caring norm related to balancing of political
power & social inclusion, and 4) a participatory norm with a goal of connecting
administrators, teachers, parents through democratic work life and participation.
Betterment implies a positive passion towards the public good (Oakes et al., 2000, pp.
311-312).

Perspective: What Narrative Offers to Professional Development of School Leaders

Many writers have considered the importance of narrative to learning. Narrative
or story form enhances the opportunity for human learning (Bruner, 1996; Gardner,
1996), for building competence (Danzig and Harris, 1996), for understanding tacit
knowledge associated with professional practice (Clandinin and Connelly, 1991; Schén,
1991), for understanding the organizations and institutional identity (Schén, 1991;
Czarniawska, 1997) and for understanding leadership (Bennis, 2000; Danzig 2001), and
for professional growth based on a moral basis for understanding professional practice
(Coles, 1989; Clandinin and Connelly, 1991; Cooper, 1995; Danzig, 1999a; 1999b).

In general, listening, telling, crafting, and analyzing stories of personal
experiences and professional practices were seen as ways for educational leaders to:

(1)  demonstrate the power of personal biography and history to understanding
organizational leadership roles,

(2)  delineate multiple perspectives people bring to the workplace and to identify
some of their social and cultural influences, and

3) experience a model of knowledge construction, with understandings that
could be applied in other settings with teachers, parents, and students.



The products or outcomes of the work were the stories that the participants produced, the
group discussions that followed, and the applications to other tasks/responsibilities of the
leadership team. Events also occurred during the year which were unanticipated, such as
the non-renewal of the superintendent contract, which may not have been directly related
to the project, but did affect the climate of the district in general, and how our work was
perceived.

Leadership journeys. In recent years, many books have been written in which

leaders tell the story of their journey into leadership and the lessons learned from their
experiences (De Pree, 1989; 1993; Jaworski, 1996; Welch, 1998). Some of these
biographies and autobiographies find their way into reading lists for courses and
programs in leadership in education, business, political science (for an excellent
bibliography and reading list on leadership biographies, see English, 1995). Life and
career experiences of leaders are presented as an entry route to understanding the key
values expressed by leaders, and the central vision that they operationalize in their
organizations. Bennis’ (1994) interviews with leaders from business, government, and
non-profit sectors build the case that successful leaders use their positions to “express
themselves.” For Bennis, leadership is loosely defined as the ability to articulate a vision
and provide opportunities to express and build commitment to the vision (1994). De Pree
(1989; 1993) writes more autobiographically. He focuses on the value commitments of
his father, and how his own experiences growing up shaped his business philosophy and
ultimately the organization’s values and mission.

Gardner (1995) focuses more on the cognitive aspects of leadership and suggests

that leaders communicate key values to followers through stories, stories that resonate



with followers. Drawing on the biographies of some of the major figures of the 20th
century (e.g., Robert Oppenheimer, George Marshall, Margaret Mead, Ghandi, Martin

~ Luther King Jr., Pope John XXIIT) Gardner suggests that leaders operationalize their
ideals and everyday practice through stories. Over time and with experience, underlying
values are deepened, extended, and communicated on a larger stage to a larger audience.
Gardner’s stories cover leadership in different domains including higher education,
business, government, politics, religion, and popular culture, and are played out in local,
national, and international settings.

Both Bennis (1994) and Gardner (1995) view leadership as something learned
rather than something innate. Leaders are described as having developed cognitive skills
and dispositions in youth that are practiced and honed on a smaller stage during an early
part of their lives, and later communicated through stories. Public speaking, writing,
negotiating, dealing with conflict, strategizing, and managing relations with authority are
a few of the cognitive skills developed, learned, and practiced.

Reflective and unreflective stories. One criticism of the narrative form is that is

“inherently uncritical, partaking of a script composed elsewhere, by others, with the
purpose of maintaining the maldistributions of power within the larger culture” (Barone,
2001, p. 169, citing Goodson, 1995). Stories that are not subject to questioning and
scrutiny risk presenting an uncritical account of personal and professional experiences
that fail to recognize the structures of power and privilege present in the story. These
criticisms imply that analysis and interpretation of story and events are important
components of experiencing a narrative. Story discussions and analysis provide

opportunity to scrutinize multiple themes related to power, culture, class, race, and



gender, which are part of the story. Without analysis and reflection, important elements
of the story are likely to go unnoticed, and important actions or possibilities missed.

Goodson’s caution points to a need for sharing stories with others and hearing
multiple interpretations and meanings of stories. Schon (1991) refers to this reframing
of experience as the reflective turn, the moment where inquirers explicitly look inward,
look at themselves engaged in the action, in order to understand how biography and
experience contribute to which questions are asked, what perspectives are noticed,
valued, and/or disputed. Reflection allows for a reconstruction of events in which
embedded values, overlooked consequences, alternative meanings and interpretations are
made explicit. Discussing an actual story provides the opportunity to reflect-on-actions,
and to reframe one’s understanding of actions and decisions.

The extent of reflection and reframing of events is affected by multiple factors:
1) How detailed is the narrative? Does it include details of decisions, motives, actions,
and behaviors? 2) How safe is the environment? Are individuals and the group willing
to confront major issues and values in the stories? Are they willing or able to express
views which are critical or unflattering? Stories that include greater details about
experiences and actions allow for greater scrutiny. Stories that detail hardship and
resilience, relationships with others (parents, siblings, and peers), experiences in school,
experiences with authority, entry into the leadership domain, provide a pathway to
consider leadership and the development process. One hoped for outcome of group
discussion is that the values and assumptions of both teller and listener will become more
explicit. This is not so different that what Senge et al. (1990; 1999) calls “surfacing

mental models,” to bring to the surface some of the underlying concerns, expectations,



and values that people use to make decisions and take actions. This inquiry was seen as a
central part of the story process as well as central to the study and practice of leadership.

Tacit knowledge and practical know-how embedded in the stories of leadership.

Stories provide a basis for understanding how people think and act in the world, of how
expertise is gained in the real world. Stories allow practitioners to consider and inspect
the informal systems in the workplace, which exist, side-by-side with the more formal
systems, which are used to define expertise and practice. Stories provide an opportunity
for practitioners to share their experiences. Stories are a way for practitioners to move
from superficial to deeper issues embedded in practice; they allow professionals to
identify some of the difference between how they might have constructed a problem and
how other practitioners constructed the situation. The story leads both novices and
experienced practitioners to consider their own choices in what to select as important and
what is peripheral to the story. A good story permits the listener to examine her own
filters, or biases, in order to reach a more complete understanding of what is important to
the story. The story elicits reflection on how problems are defined, specific situations are
handled, and actions are taken. Stories encourage the sharing of knowledge, from expert
to novice, as both reflect on the strengths and limits of experience (Danzig, 1999a;
1999b; Barone, 2001).

Methodological Considerations in the Crafting Stories of Practice

The methodology for writing and analyzing stories of practices involved multiple
steps. Participants read and analyzed education-related stories and narratives of others.
They worked in pairs to collect and craft each other’s stories. Interviews among team

members were taped, transcribed, and crafted into accounts or stories of self, with

10



consideration for how personal background, experience, and training contributed to
administrative practice. The stories often led to larger conversations about the
motivations and commitments of school leaders, teaching and learning processes,
professional commitments and administrative standards, and testing and curricular
standards.

Data sources. The leadership stories were constructed during the year by the
researchers and leadership team. Each participant was given a list of suggested questions
to begin the interviews and guidelines for what the final story should look like. (For
details and examples of see Danzig and Harris, 1996; Danzig, 1997a, Danzig 1997b,
Danzig, 1999a, Danzig 1999b.) The administrators were invited to talk about their own
personal biographies and entry into their respective fields. In a subsequent interview, the
leaders were invited to talk about a specific problem or situation in which they had
played a leadership role. The problem was to be discrete rather than ongoing, and
involve others inside and outside their respective organizations. The resolution, if any,
was also to be discussed. All interviews were audio taped and transcribed into written
text.

The first step involved dividing the group into pairs with each person telling his or
her story to another person. This verbal telling is audio-taped, transcribed, and returned
to the original listener. Step two required the listener to take the transcription and craft
the conversation into a more sequenced story, removing the prompts, hesitations, and
sidebars. The story itself included two parts: 1) a general biographical background of the
administrator up to and including discussion of his or her current leadership position; 2) a

detailed discussion of a problem or situation at work in which the leader was asked to
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play a leadership role —handling of a problem or an issue at work, discussion of
outcomes, and reflection on what might be done differently next time.

The end product was to be 2000-3000-word leadership story, using the actual
words of the interviewee. The participants then reviewed the draft story to ensure
accuracy and to provide an opportunity for editing.

The final step was the presentation of the story. Written copies of the story were
passed out to all members of the group. The stories were read aloud, usually by the
crafter but sometimes by the person whose story was being told. Discussion of story
themes, story dilemmas, problems inherent in the story, leadership themes, recipes for
actions, and multiple strategies and considerations were all part of the conversations that
ensued.

The initial conversation or telling of the story provided opportunities for both the
storyteller and listener to reflect on the experience. Listener and teller inevitably raised
different questions and concerns, as both become more aware of what is important about
the story. The listener then crafted the conversation into a story form. Crafting the story
from transcripts required the story crafter to at least think about how someone else’s
experiences compared with his or her own experiences, how the situation might have
been handled similarly or differently, and how the options possible compared with
happened or is described as having happened.

These conversations articulated the desire to define, create and sustain child- and
learner-centered schools, schools which takes children from whatever their starting point,
SES, or ability range, and move them towards finding meaning in their lives and

achieving greater independence. The professional development activities also involved



discussion and exercises related to the District’s vision and mission, long range planning,
District policy and updating of the policy manual, school improvement plans, personnel
and curricular issues.

Self-Disclosure - The Researchers’ Stories

As part of the yearlong professional development, we told and crafted our own
narratives of experience. Wright had been a superintendent and draws on his experiences
as coach and school administrator. Danzig had been a teacher, administrator, and college
professor; his story presents a few of the dilemmas faced in finding services for a
chronically ill child. A brief excerpt from each of their stories is presented below with
more complete stories presented later in the paper.

Wright’s story. Wright’s story relates his own experiences growing up. He
presents the story of someone growing up without a father, who challenges authority and
fights for the underdog. His first jobs as teacher and coach in rural and urban settings
raise questions about who goes unserved by the system and why. His movement into
school administration is almost immediate and as principal and then superintendent, he
reflects on the dilemma raised by a strong work ethic and personal belief in hard work
and the recognition that some children just don’t fit the school or system and unless the
system becomes more flexible, these children fail and drop out. He recalls:

So, I remember thinking that I'm the guy that

believes in self-help. Here I was the guy that

believed that if you want something out of this life,

you 've got to work hard to get, because that's the

way I grew up. Do what'’s right and be responsible

for your own success. So now, I was arguing for is

let's make it easier and I was being told. “You're

trying to give things away”. Idid not want to give

things away, rather wanted to come up with some
kind of a program where every kid could at least get

12
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a high school diploma. We weren 't very

sophisticated in those days, but I felt I was talking

something about important. I was talking about

making adjustments for kids that can’t adjust. So,

out of that whole discussion came, I think, came a

philosophy that said we’re going to work with every

child. In spite of the fact that almost everybody

says they believe in it, almost nobody did anything

about it.

Wright describes his own evolution and recognition that school betterment requires
changes to the deeply held and personal beliefs of individual teachers and administrators
about children, curriculum, testing, and what it means to be educated. Self-scrutiny is a
pre-requisite to developing competence, as learner, teacher or administrator. Professional
development is also enhanced through guided practice and reflection.

Danzig’s story. Danzig’s story highlights dilemmas of balancing professional
responsibilities and family life. Danzig’s experiences as a teacher, administrator, and
college professor are informed by not only his education and professional experiences,
but also his experiences as a parent raising four children and negotiating for services for a
profoundly handicapped daughter. Danzig’s story brings the personal into the
professional realm, by exploring how his learning as a parent becomes part of his
teaching, research, and service. Having to negotiate complex arrangements and
boundaries among public and private schools, social service agencies, medical and long
term care provides Danzig with first hand experience making decisions about the
educational, social, psychological, medical, legal services. Danzig’s evolution is from a

naive college student being surprised at how newspaper reports of student protest differ

from 1° hand accounts, to recognition of the human and institutional barriers that prevent
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services from being provided. Danzig also reframes professional development in ways
that professionals, individually and collectively, learn to change themselves.

We went through lots of administrative hearings to get services,
and sometimes, we'd leave those administrative hearings where people
were telling us what was best for one of our children, and we would cry in
Srustration. As you walked out, you would have to tell yourself to
absolutely not listen to the words or accept the recommendations. You
quickly learn that it is almost impossible to change the ways others define
situations. Sometimes it is personal, “we don’t want to do it your way."”
Other times it is system driven, “we don't have the resources to do it your
way.” So you leave, you seek out new organizations and providers to get
help, to provide services. When you go against the recommendations of
professionals who are part of a system of providers, you realize pretty
quickly that you have to leave, find other systems, because the system will
work against you. Consciously or not, the system wants to take credit for
its successes and blames others for its failures. And once you go against
institutional norms, the system has someone to blame.

At particular points we had to make decisions about our children
even though we didn 't have enough information to make the right
decision. You learn to make decisions, on limited knowledge. You look for
people who seem to understand; who take for granted that what it is that
you are looking for is best. Conventional wisdom does not take you to the
right place. Conventional wisdom is block because it looks for solutions
or answers to situations that can’t be solved. But you still must do
something, even though it may not be the best thing. Doing nothing sends
a message that nothing can be done. If it's a wrong decision, change the
wrong decision, but keep moving. (Appendix B — Danzig Story)

Although they come from different places, Wright and Danzig's stories adopt a similar
perspective, which elevates the personal over the organizational, which see individual

integrity and responsibility as pre-requisites for institutional commitment and betterment.

Balancing Theory and Practice

The narratives and conversations that we engaged in during the year were part of
larger conversations concerning how to make the schools and district better. These
conversations included discussions and understanding of:

o effective school leadership;
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o cultural, social, and legal contexts of schools and schooling;
e effective communications;

e curriculum and instruction;

o diversity and at-risk student populations;

Empirical content and leadership practices. As professors, we are part of a culture

that is committed to studying about leadership and critiquing this literature on leadership
and leadership development. We also recognized that the members of the group were
practicing school administrators with ongoing responsibilities for departments, school
sites, evaluation of instruction, campus safety, etc. So, we at least tried to balance our
need for deeper understanding of issues and dilemmas with the need for solving real
problems needed to get the job done. We tried to model professional inquiry in our
understandings, assumptions and comments to the readings, cases, and real-world
practices.
Readings about leadership theory were discussed at the same time as specific
actions and activities were accomplished by the leadership team which included:
¢ writing and adopting a focused statement on the purposes, goals, vision of the
school district;
¢ updating the district policy manual so that policy matched actual practices;
¢ developing department and school site plans for productivity and accountability;
The approach was to balance thoughtful reading with actions. Sometimes these activities
clicked with the group and other times they were extended exercises that led to much

time being spent with no obvious outcome.
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Developing a vision and mission for the district. In theory, reaching agreement

and then writing a vision and mission for a school district that serves a population of
students who are at-risk by virtue of poverty, homelessness, and incarceration, would
seem to be routine. However, there were deep divides, culturally and educationally,
among the administrative team. The differences among the participants were often
expressed in general terms with some individuals expressing a generalized concern for
child-centered approaches and seeing good teaching and instruction as the core
responsibility of schools while others favored more structure and/or control strategies as
ways to help children and facilitate learning. The discussions presented a range of
tensions among the team concerning control over children, contradiction over the
curriculum, knowledge, and ways of knowing and learning, and societal dilemmas about
the relationship of schooling equality, justice, and social relations between ages, sexes,
and ethnic groups. While opposing views are not necessarily mutually exclusive, we tried
to frame these differences in educational approaches and priorities in what Berlak and
Berlak (1981) refer to as a dilemma language, “a language of inquiry for describing
schooling and exploring systematically the origins and consequences of the schooling
process upon children, and its contribution to social and cultural reproduction and
change” (p. 135). The goal of these discussions was to surface these differences and
recognize how they shape positions and stance, and to build an appreciation of how these
differences result in different perceptions and priorities. This led into efforts to agree
upon and write a district vision, mission, and set goals for the district, schools, and

departments.

16

17



Bennis (1994, 2001) suggests that leaders help organizations develop a shared
vision, a goal to work towards. Developing a vision, mission, and goals are also part of a
more general goal of presenting a common set of leadership principles. Bennis (2001)
reports that leaders of great groups share four common characteristics (p. 140):

provide direction and meaning;

generate and sustain trust

display a bias toward action, risk taking, and curiosity,
are purveyors of hope

Working on a collective vision, mission, and goals also supports the view that
organizations should focus on group development as well as individual development
(Bennis, 2001, pp. 140-141).

The leadership team also read and discussed the work of Senge (1990). Senge
identifies three new roles and skills for leaders, which he identifies as “designers,
teachers, and stewards. These roles require new skills: the ability to build shared vision,
to bring to the surface and challenge prevailing mental models, and to foster more
systemic patterns of thinking” (p. 9). Building a shared vision is described as
encouraging personal vision, learning to communicate and ask for support, and blending
of intrinsic and extrinsic vision. Leadership is described less as individual behavior and
more as ability to marshal collaboration that is necessary for a group to grow.

After much discussion, the leadership team moved on with the task of writing a
vision, mission, and goals. The hope was to create, revise, adopt, and commit to a vision,
mission, and goals which could then be applied across departments, schools sites, and
district wide. Three sub-groups formed and produced a draft as illustrated in Table 2.
While there was overlap, there was no consensus among the sub-groups.

Table 1
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Vision, Mission, and Goal Statements for CRSD District (October, 2000 Draft)

Group 1
Vision — To enrich the lives of students through learning experiences.

Mission— To create an education with no limits to the educational experience.
Goals— All students will perform at or above grade level in every classroom.

Group I

Vision — To enrich the lives of students where education can rekindle their spirit and
create a new vision in partnership within their school community.

Mission—CRSD District is committed to recovering and preparing at-risk students to
become self-directed learners.

Goals— Promote academic excellence, create and maintain a safe haven, improve
communication, improve parental and community partnerships.

Group IIT

Vision — To enrich the lives of students through educational opportunities and life
experiences.

Mission— To create a nationally recognized educational program, which is academically
appropriate and challenging in an emotionally, physically and socially safe environment.
Goals— All students attending CRSD District will perform at or above grade level in
every classroom to become productive and contributing members of society.

Out of the drafts came a 4™ version of the mission, vision, and goals statements.
However, while seen as an improvement by some, others felt it moved the District in
directions in which there was no common agreement.

Table 2

Vision, Mission, and Goal Statements for CRSD District (Revised, November 2000)

Vision — To enrich the lives of students through education.

Mission— To provide a caring atmosphere for students from a variety of circumstances
that recognizes and encourages individual worth and differences while promoting
personal growth and responsibility.

Goal — All students attending CRSD District will make academic and social progress in
all classes.

18

19



These discussions allowed the leadership team to voice individual beliefs as part
of developing vision, mission, and goals for the district. This was also an opportunity to
scrutinize some of the educational values and dilemmas of educational practice that were
part of the administrative team In Weick’s (1979) terms, goals are better thought of as
tools for making sense of organizational action.

Organizational actions at best seem to be goal-interpreted.

Goals are sufficiently diverse, the future is sufficiently

uncertain, and the actions on which goal statements could

center are sufficiently unclear, that goal statements explain

a relatively small portion of the variance in action. It is

probably that goals are tied more closely to actual activities

than is commonly recognized and that they are more

productively understood as summaries of previous actions

(Weick, 1979, p. 239, cited in Clark et. al, 1994).
In this view, goals are less about what comes next, and more a reflection of what has
come before. For the leadership team, it was difficult to agree upon a vision, mission,
and goals for the district, and also to manage the reality that agreement did not
automatically mean that these goals could be accomplished.

To move forward the discussion of short-term goals and long range plans, Wright
suggested that we do a force field analysis (Lewin, 1951) which required the group to
draw up a list of driving forces and restraining factors related to change in the district. In
a follow-up session, the group weighted or prioritized their list. Naming and labeling
these factors and forces provided greater visibility to the things that the administrative
team believed. It also provided an opportunity to identify one’s values and beliefs in a

setting that might be seen as safer for group member to speak freely and share

information. The exercise laid groundwork for the subsequent writing, discussion,



analysis, and interpretation of the stories. Table 4 provides a summary of factors and

forces listed and prioritized by the team.

Table 3

Force Field Analysis Related to Change (Partial Listing)

Restraining Factors
Reading

Attendance
Home-Community

Test Anxiety

Budget

Prior Performance
Health of Students
Home-Community Connection
Test Anxiety

Budget

Test Anxiety

Budget

Prior Performance
Health of Children
Socio-Economic Status of Community
Bilingual Status
Handicapping Conditions
Lack of Direction

Unsafe Environment
Learning Styles

Personal Motivation
Culture

Administrative Planning
Minority Status
Self-Concept of Students
Adequacy of Facilities
Teacher Attitudes
Student Fears

Parent Support

Peer Relations

Behavior Problems

Driving Forces
Student Readiness

On-task Behavior
Teacher Unity
Student Needs
Bloom’s Taxonomy
Merit Pay
Commitment

Life Long Learning
TQM

Teacher Preparation
Teacher Character
Teacher Ethics
Clearly Defined Plan
Calendar

Change Literature
Self-Actualization
Parent Expectations
State Dep’t of Ed.
Testing

Sense of Belonging
Self-Determination
Parent Expectations
Communication
Staff Development
Desire for Excellence
Incentives
Community Partners
Staff Buy-In
Funding

Discipline

Politics

Table 3 is a partial list of restraining factors and driving forces that the leadership

team came up with. This was then prioritized to identify the top six factors which drive
or restrain change in the district. We also read and discussed work by Slater and Teddlie
(1992) and the view of schools as dynamic institutions, either getting better or getting

worse. The weighted priorities that the leadership team identified were not so different
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from Slater and Teddlie’s (1992) typology of school effectiveness based on 1)
administrative appropriateness (AA), 2) teacher preparedness (TP), and 3) student
readiness (SR). Slater and Teddlie propose different stages and routes to effectiveness in
which factors are interdependent. For example, culture or managing organizational
structure, is dependent on preparedness of teachers and readiness of students. This
approach led to discussion of how it is that schools actually become better or worse.

We used the work of Bolman and Deal (1992) to propose that effective leaders
use multiple frames to view the school or organizational environment. They identify four
organizational frames: 1) structural, 2) human relations, 3) political, and 4) symbolic.
The structural frame points to how organizations are structured, and on how individuals
and groups are well coordinated vertically (chain-of-command) and horizontally (face-to-
face interactions). The human resources frame highlights the importance of human needs
and motives in an organization. The political frame points to the importance of power
within an organization. The symbolic frame calls attention to symbols, rituals, meaning,
and in a classical sense, the function of rituals in maintaining order and sense of well-
being within a school and culture. Framing is the deliberate effort to look at the same
thing from multiple perspectives; it allows leaders to see or notice things not seen before.
Framing also points to the possibility of reframing, sizing up a situation from a different
perspective. While most administrators only tap one or two of the frames, Bolman and
Deal's (1992) data suggest that more effective school leaders access all the frames and are

better able to recognize perspectives they and others bring to problem situations.
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We presented a typology based on Etzioni (1976) that hypothesizes that
organizational effectiveness is based on complementarities among the goals, rewards,
and commitments of organizations and participants. Etzioni’s typology looks as follows:
Table 4

Etzioni’s Typology of Organizations

Goals Rewards Commitment
Cultural Symbolic Moral
Monetary Remunerative Calculative
Order Freedom/ Alienated
Absence of
Punishment

Adapted from Etzioni, 1975.

The group read and discussed a case study of distributed leadership by Johnson
(1992). Her case study of leadership at the Hollibrook Elementary School looks at
principal leadership and what happens when a new principal arrives on the scene. She
describes ways in which the new principal, faculty, and staff renegotiated the leadership
established by the former principal. These negotiations resulted in improved student
achievement scores, reduced discipline problems, and increased parent involvement. The
principal played a key role in supporting a model of shared leadership. The term "shared
leadership" evolved from the conversations Johnson has with participants and the
descriptions of daily activities and roles.

Working on the district policy manual. Based on a request from the Board, the

leadership team set out to review and revise its policy manual. The manual is organized

according to the classification system of the National School Boards Association. The
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system provides a way of coding, filing, and locating policies. There are 12 major
classifications, each identified by an alphabetical code. When asked, most of the
leadership team members couldn’t find a copy or current version of the policy manual.
We participated in the first few of these sessions and there was overlap between updating
the district policy manual, and our work on planning and professional development.
Working on the district policy manual allowed, even forced the leadership team,
individually and collectively, to share views, philosophies, and work as a group, to move
through each of the sections. In retrospect, the team got bogged down in the process, as
fatigue, boredom, and personnel changes interrupted their efforts. Table 5 gives a sense
of the kinds of information found in the manual. As each section was presented, it
provided opportunity to debate over the meaning of the section and its relevance and
application to what actually occurred in the everyday interactions in the district. The
policy manual had last been reviewed in December 1997, and there are 12 major

classifications, each identified by an alphabetical code.
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Table 5

Sample Sections of the CRSD Policy Manual (Based on ASBA Boilerplate)

Foundations And Basic Commitments
School Board Governance And Operations
General School Administration

Fiscal Management

Support Services

Facilities Development

Personnel

Meet And Confer

Instructional Program

Students

School - Community Relations
Education Agency Relations

CRETZIOTEHOOQW>

Source: Arizona School Boards Association, 2002

One reason for the policy manual update was the perception by the County
Superintendent (who acts as the School Board for the District) that administrative
decisions were being made which at best ignored district policy, and at worst violated
regulation and statute. According to the Arizona School Boards Association, “there is
continual need to draft and _adopt new written policies and revise the existing ones.
Changes in state law and State Board of Education regulations may necessitate policy
modifications. Therefore, as new policies are developed, they will be coded according to
the classification system and issued for insertion into the manual.” In our experiences,
the process of drafting, adopting, and revising policies presenting an opportunity for the
district leadership team to find or search for common ground in fundamental beliefs
concerning education, schooling, children, teachers, parents, curriculum, instruction, and
community. However, the effort represents a large investment of time and energy

(weekly meetings over a period of months) and yielded limited benefit to the core
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instructional programs, assessment efforts, and school improvement plans. Therefore,
while it may have been useful as an activity for team building, it had modest impact on
school sites for teachers, students, and instruction.

One outcome of the policy review was adopting a procedure by which policy
could be revised and new policy statements developed. The procedure included:

background of problem or issue,

suggested policy to cover the issue,

solicit feedback

draft policy for governing board consideration; adjust accordingly,
draft formal policy statement with legal advise,

schedule first, and second readings at regular board meeting,
schedule third reading and adopting by Governing Board.

This simple procedure reinforced the importance keeping the Board informed, and
underscored the relationship between district policy and actions at school and site levels.

Master education plan and school improvement plans. Working through a

common vision, mission, and goals were part of a larger need to assist with the
development of a Master Education Plan and school-based plans for the district. At one
of the meetings in early January, 2001, we presented a boilerplate plan for the
administrative team to consider as a way of judging productivity and academic
accountability. The plan was built around the view that children learn best in schools
reflecting effective school practices and the plan listed some fourteen characteristics (€.g.,
clear mission, vision, and purpose; strong and well trained professional leadership; safe
school environment; emphasis on learning; parental involvement; continuous evaluation,
accountability). Each of the administrators was asked to go back to their schools, sites, or
departments, and work with staffs to prepare an individual plan to include what needs to

be done (standard or criteria), and evidence of how success would be evaluated
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(evaluation of standard). Each of the principals and department heads were asked to
bring these models back to their school and departments, and to work with faculty to
develop a plan for the year. Towards the end of the school year, each of the
administrators presented their own plans to the group for consideration and feedback.
These plans became the basis of discussion and critique. However, there a range among
the administrative team concerning how the actual plan were developed. Some of the
principals simply copied what we had given them and simply added the name of their
own site or department. In these cases, they applied the boilerplate to their own site or
department, but with little or no consideration given to planning, implementation,
opportunities for input and feedback, and evaluation. Some of the plans did include
timelines, estimates of resources, instruments or inventories that would be used to collect
evaluative information (i.e., a school perception survey). The more detailed action plans
included explanatory narratives with more detailed text of activities, person responsible,
target date, resources required, pre- and post-testing and other evidence of attainment,
and staff development needs. This school was also involved in applying for a 21%
Century Grant, and may have developed expertise in the grant writing experience.

In retrospect, the specific site-based action plans represented more of a technical
and rational approach to school improvement that contrasted with some of the narrative
themes we were pursuing during the year. And, it may have been better to separate
evaluation activities from the professional development using narrative themes and
writing stories. At the same time, the superintendent’s contract was not renewed and

Wright was asked to head the search for the next superintendent. And our role as
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facilitative consultants became complicated by the inevitable discomfort over coming
changes in the district and jockeying for favorable position and consideration.

Professional Development Through Stories and Narratives

Danzig (1997; 1999a, 1999b) writes about the use of story for professional
development of school administrators. The work on narrative began by reading case
studies of leadership and leadership development. During one of the early sessions, the
group had read and analyzed a leadership case study entitled Redefining leadership: A
case study of Hollibrook Elementary School (Johnson, 1992). The case study focuses
attention on what happens when a new principal comes to a school and its impact on prior
school improvement and professional development efforts. The case adopts more of a
cognitive approach to understanding of school leadership and describes attempts by the
original principal to change the way time and tasks are structured. She designs new
approaches of professional development that focus attention on teacher and student
learning. Her replacement, a new principal is less committed to these goals and less able
to provide opportunities for staff learning and development. While well meaning, the
new principal missed much of the learning that had previously occurred at the school.

The group also talked about some of the risks involved with crafting stories and
difficulties in analyzing the meaning of stories. We considered work by Mattingly (1991)
and the view that “telling stories offers one way to make sense of what has happened” ( p.
235). Mattingly conducted action research studies of two groups of professionals, one
group of bank officers, and the other a group of acute care hospital therapists. Mattingly
concluded that the narrative discourse succeeded with the therapists and failed with the

bankers because of differences in organizational culture. The therapists felt less at risk
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and storytelling helped them to recognize the nature of their work. However, the bank
was accustomed to highly controlled discourse. Bank officers did not want to record
their thoughts as it may come back to harm them from others outside the bank or
politically from colleagues and superiors within the bank (Mattingly, 1991, pp. 252-254).
The group also practiced story analysis and interpretation skills. They read two
cases from Judy Shulman’s casebook on diversity in the classroom (1993). Shulman
(1993) provides a sense of how to read a case, and provides examples of cases of
diversity. Each of the cases includes not only discussion of what happened, but also
multiple responses to and interpretations of the actions described in the case. The group
also read and discussed the stories of other school administrator’s. They read excerpts
from a doctoral dissertation on administrator mobility, which included follow up
narrative interviews with four principals on why they had left the principalship (Alvarez,
2000). The stories presented first-person narratives with background and more detailed
presentation of the story behind the mobility decisions: 1) moving into a higher position
as a superintendent position in another district, 2) moving to a lateral position in another
school district, 3) stepping down from a position because of political forces, and 4)
leaving the education profession. Participants discussed their life experiences and careers
as educators and provided a human context for the issue of mobility (Alvarez, 2001).
The group read and discussed the story of Billie Charles Barnett, Tom Barone’s story
about a middle school dropout and some of the circumstances that place him at risk of
failure in school (Barone, 1989). Later, we read and discussed Barone’s narrative on the

long-range influences of a teacher on a student (Barone, 1997).
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Stories of the Participants: Some Examples

We begin with presentation of actual stories, with limited comment or annotation.
At the end of the story, we provide limited comment or annotation on the extent to which
novices reflected on story themes and were able to characterize the normative filters and
knowledge that was embedded in the leadership stories. Some participants were able to
make explicit the relevance of personal experience to decision-making and subsequent
actions. Some were also able to explicitly capture the multiple perspectives that were
part of the stories. Others were able to characterize situations in which personal values
and institutional values conflict, and how leaders manage to bridge the gap between the
two.

Leamning From Crisis: The Superintendent’s Story

We begin with the story of the school superintendent, who shared his story with
us even though he knew that his contract was not being renewed. His story provides
insight into his own background and experiences, as student, teacher, administrator, and
superintendent. This is followed by narratives of some of the participants in the yearlong

professional development activities. We conclude with our own narratives.

Learning from Crisis: The Superintendent’s Story:

Family Background and Schooling

| was first raised in a family of five sons in a rural community in Northwest Pennsylvania.
My father was a blue-collar employee of an electrical utility company. My mother did not work
outside of the house; she became my Sunday school teacher and Cub Scout den mother. My
preteen and early teen years were spent working either on my grandfather or uncle’s dairy farm
during the summers and weekends. My first four years of school were in a one-room school with
six grades and six rows with a wood stove in the rear of the classroom. We had outside
restrooms with a hand water pump and a large, metal bell on top of our one-room school. My
brother, who was two years younger than |, eventually attended the same school, and we had the
same elementary teacher that had taught my mother during her elementary education. We
walked about a half-mile to get to our school, which was in a maple grove next to our teacher’s
house.

During my first year of school, my mother said that somehow | had walked home and gone
upstairs to my bedroom during the morning of the school day without anyone realizing it until she
heard me singing. When she went upstairs to determine why | was not at school | told her that
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although | liked my teacher and classmates, | had learned everything and no longer needed to
attend classes. She convinced me that there would be other things to learn as the year
progressed so | agreed to extend my education.

The teacher in our one-room schoolhouse used a unique motivation system to encourage
higher educational achievement. If we received a perfect grade on our spelling assignment, we'd
be allowed to go outside to the woodshed to bring firewood for the classroom wood stove. If we
received a perfect grade on our math assignment, we might be allowed to go outside to bang the
chalkboard erasers on the giant maple tree that stood next door to our white one-room school. If
we received a perfect grade on our geography assignment, we might be allowed to go outside to
use the hand water pump to bring a pitcher of water into the classroom for drinking.

The one time that | can remember getting into trouble during my one-room school days is
when | became adrift on a creek raft that had been constructed over several days during school
recess. The raft was made with broken logs that we had cut near the creek that ran behind our
one-room school. | got into trouble because when | rode the raft one day, the water swept me too
far down stream before | could stop to get back in time for the large metal outside bell ringing to
end recess.

My parents were very conservative, ultra-strict with strong work ethics. At one time my
mother had been a nun; she was thirty-one years old when she married my father, and then gave
birth to five sons. My parents loved each other very much and never argued or showed anything
but total admiration for each other. My father worked out of town a lot and my parents’ hobbies
were gardening, landscaping, canning vegetables, handicrafts, home carpentry, boy scouts and
church activities. All the people in our small community, within twenty miles of our house, were
second-generation immigrants from Eastern Europe. We had three churches in the community
and everyone attended one of these three local churches and attended Sunday school and
summer church school.

At the beginning of my fifth grade, the township combined the fifteen rural one-room
schools into one elementary school. We were put into ten homogeneous groups according to our
academic abilities. | was put into the highest track and this forced me to stretch my scholastic
skills. My favorite elementary school teacher was my fifth and sixth grade teacher; her name was
Mrs. Shell. She was very challenging and had very high expectations for the students.
Competing against each other for high grades was exciting to me and for the first time | was with
other students who challenged me. Mrs. Shell was always odd. She would pose questions to our
skills wherever she found us, in the cafeteria, the playground, ball fields, parking lot, hallways, or
in the grocery stores. She would make up verbal math problems and she would test us about
historical trivia and science problems solving.

My high school was sponsored by Edinborough University, and was more of a university
training school. My group (college prep) got alt of the attention; all of the professors that came
into the schoo! wanted to work with us, and the schools that came to visit wanted to work with us.
We were always doing neat stuff, science experiments, out doing things, visiting places, putting
things together. It was a nice situation. Later, when | went back and talked with some of my
classmates, | saw that there was unfairness to the experiences | had compared to some of the
others. For the kids that were in the upper level groups, it was very positive because we were
being challenged by our classmates all of the time. We got all of the good stuff. And what | found
out later on is how much the other kids resented us. They felt like they were second-class
people, that they never were able to expand, never able to grow until after they got out of that
school. When they got out of that school, when they went on to their own things, they
accomplished quite a bit, at least some of them. But some of them were definitely ruined by it,
were definitely hurt by it permanently | think, as far as from what they tell me anyway when we'd
go back to our reunions and we’d talk. In retrospect, that was the negative aspect of my school.
But, to tell you the truth, when | was in school | didn't see that.

Early Work Experiences and Attending College

Growing up, | had experience in working on my grandfather's farm. | had gotten to know
the local veterinarian and the vet and | used to do things together. He'd call me to his office
whenever and | just developed a working relationship with the veterinarian. And then he said,
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“Would you like to work at the zoo?” | liked working with the vet and | liked working with the
animals; so | went to work in the zoo. | started off as an assistant zookeeper and then | became
a full-time zookeeper. This happened at the time | was in high school, during the summer, on
weekends, and on afternoons sometimes when | could do it. But basically, | just progressed and |
was accepted into the zoo because | liked the animals so much. | was able to progress so much
that by the time | graduated from high school, they made me the head zoo keeper. At the time |
was making more money than my father made. | had a car, a boat, a motorcycle . . . | had
everything | could possibly imagine, so why would | want to go to college. | had more money than
anybody that | knew. | was making good, | was in a position of a manager and it was just great. |
had a great life. Everybody would tell me what a great life | had.

But, | was sitting in my office one day when | realized that all of my friends were gone.
They had all gone to universities. It took me about a week after school had started to realize that
all my friends were gone. And so | told myself that I've got to go, I've got to get into the
university. So | went to the university and asked if | could enroll and they just laughed at me,
because school had already started — this was Penn State. They said no, but if you want to go to
night school, you can go to night school. They sent me into a room with the school catalogs and
there was the night school catalog, so | signed up for night school classes. As | had looked at
the day catalog, the regular catalog, and then the evening catalog, | thought, well this guy must
be good because he teaches during the days and the nights. | decided | was going to take his
classes. So, | signed up for the class, | went in and | said “I'm a week late, can | take the class?”
Answer — “yes.”

| was talking to the teacher and trying to find out what assignments | had to make up. He
was basically telling me what the class was doing today, and that he did the same thing during
the day that he was doing here at night. He told me what time the class meets during the day
and | asked if | could attend that class, because it just sounded like it was exciting. His response
was, “oh sure, you can get into that class” so that | actually took the night class during the day. It
gave me the idea | might do that for the other classes, so | signed up for all these classes that |
could take from a professor that also taught class during the day. So, that’s how | got enrolled at
the university.

| spent two years at the State U. A friend of mine on the wrestling team encouraged me to
go out for the team. | liked sports, but | was too small to play football, which was the sport that
everybody else was doing. So | went out for the wrestling team and | did real well there during
my freshman year. | got excited about it. Then | wanted to wrestle varsity so | went to wrestle
varsity and | just wasn't good enough. | hurt my leg and that put me back, but basically | just
wasn't good enough to make the Penn State varsity team. But | had a clever idea. | had a friend
that was going to Kent State University, in Canton, Ohio, which was not too far from my
hometown nor Penn State. | went to visit that campus and it was smaller, much smaller than
Penn State University, about half the size. And | thought oh, this would be a nice place that | can
go there and | can make their wrestling team. And, so | transferred to Kent State University. And
the bottom line of all of that is that when | went out for the wrestling team, | found that their
wrestling team was actually better the Penn State wrestling team. | couldn’t make the team, so
basically, | just became a more serious student, | guess.

Student Protest in the 1970s. | attended Kent State, during the time of Vietnam War and
when | found out | couldn’t make the wrestling team, | thought | might just quit school and go to
war. | thought I'm going fight with my old buddies that were fighting in the war. So | announced it
to my parents and they were upset with me for quitting college and joining the service. | told all of
my relatives and all of my friends that | was going off to the war. So | went to Buffalo, New York,
which was the place where | would go to be inducted and | did my physical. They called me into
a room and told me | couldn’t go in the Army because | had a bad knee. | said, what do you
mean | have a bad knee and they said well you knee moves laterally and its not supposed to
move that laterally; it moves 5% laterally and it's impossible for a knee to move that way so you
can’'t go in. And | said well, I'll sign the letter, | just want to go to the war, | want to fight and they
said no, you couldn't do that. | couldn't join the service. | tried convincing them . . .| tried doing
everything — writing a letter to them, saying | would re-take all the tests, but no, they wouldn’t
take me
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So | had to go back and tell my parents that | couldn’t get into the Army, | couldn’t go fight
the war. So, | finished that year and then it was 1970 and | was going to graduate. If you
remember May of 1970 is when the anti-War demonstrations were going on. What was actually
happening at that time was that there was a teamster strike and you may remember that the
teamster strike, one of the tricks that they were doing is that they were taking pumpkins and other
objects, throwing them from bridges to stop the scab trucks that were trying to get through. In
response to the teamsters, the governor put National Guardsman on all of the bridges throughout
Ohio to make sure that the bridges were protected and that the teamsters could not throw things
down on those trucks and stop the trucks were going through.

It was right before the election for the governor, and the governor wanted to show
everybody that he was a tough guy. He was going to show everybody in the state that he was a
tough governor, so he takes the same people that had been away from home for two months
guarding bridges, hadn't slept, hadn’t been at home, had to sleep in sleeping bags at the bridges,
and puts them on a campus where there had been a political demonstration. It was a Friday night
and if you remember, President Nixon had said that he was going to bring troops into a country
that we had not had troops in before, so there was a political demonstration that night in the town.
The political demonstration wasn’t that big, but a few people, maybe fifty people, had turned over
some garbage bins, it wasn't that big of a deal.

To show you how active | was, | was out at the golf course playing golf because it was a
very nice May weekend and finals were coming in two weeks. | was out playing golf and | got to
play golf free because | had been an athlete, so | was at the university golf course; it was about
ten minutes outside of town and because | got to play free, I'm was going to play all day long. So
| played from morning to night. | drove back into town in my little sports car and there are tanks
and guard dogs and national guardsmen walking the street to get to my home. | go, and my
thought is as I'm driving up and | see a tank on, in the road with guys with guns and guard dogs,
I'm thinking Russia has dropped the bomb we are now at war and we are in a military alert. So |
drove up to the tank and ask what's going on and he said “I can't talk to you, Just go home.” |
said well my home was on the other side of his tank. | lived in an upstairs bedroom in this house
that | rented and all night long there are helicopters going over and spot lights going on and I'm
trying to call people to find out what is going on. [ find that there had been a demonstration the
night before and the governor brought in troops. And we hear helicopters on Saturday night and
then the same thing again on Sunday night.

On Monday morning when we all had to go to school, no one was very happy because
they didn't get to go out on Saturday night, and didn’t go out again on Sunday. On Monday we
go to class and there are troops all over the campus. There are troops marching up and down
and whatever, and it was kind of like a novelty and there is kind of a joke; people were flowers in
the bayonets and stuff like that. But by the second day it was no longer a joke, because you were
told you couldn’t go to the you needed to go. | was working as a custodian cleaning the art
building, which was one of the best jobs on campus. | went to work that night and the building
that | was supposed to clean and was told that | couldn’t go to that building. And so | went home
and that was Monday night. On Tuesday night it was the same type of deal. | think that next day
that one of the building was burned down. What ended up happening was there would be
people going to class and the troops were marching up and down.

And then you have the shooting. | was in the library and the shots were being fired. | was
sitting in the library and | heard gunfire, | mean, these are automatic rifles that go off. | had my
window and was sitting on the second floor of the library when [ heard these shots go off. So |
ran downstairs and | looked out the window and couldn’t see anything because my room was
facing the back parking lot and the fire, the gunfire was on the other end of the building. As | ran
down to the main floor to get out the front of the building and it had already been chained shut. |
thought, wow, how did they chain the door shut so quickly, | couldn't figure that out. So | thought,
| know there is another door, so | went to the back of the library because there was another door
back there, again it was chained shut. | thought, gosh, | don't understand why they are chaining
these doors shut; it was like | can't figure things out. So | just went upstairs and the windows
were open, and thought that it wasn't that far to jump down. And I thought, I'm going to jump
down there and take my stuff and jump down to the parking lot.
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As soon as | do that, | hear this vehicle start up, a diesel motor start up and the vehicle
start up. | was in the back of the building, hear this and all of the sudden | see a barrel coming
out from beside this building and this barrel, this gun barrel, turns towards me and that’s when |
realized it is a tank. I'm there by myself in the parking lot and this tank pulls up and stops, and
I'm like afraid to do anything. And then he lowers the gun to point it at me, so | just don’t do
anything, | stop right there. This guy pops out and say “you can’t be out of the building.” And |
said, well | just jumped out of that window and needed to know where | could go. He said okay,
just get off campus. So | walked through the parking which went past a stream, and | went home.
That’s when | found out all of the other stuff going on that day at Kent State. So that was my
experience at Kent State. We finished our exams that year through the mail. That’s how |
finished my exams.

My degree at the time was in business and so | started to apply for jobs. And a very
similar thing happened to me when | finished university that had happened when | finished high
school. Just before | had graduated, | had gotten a job at the university and they had opened up
an ice arena. | was the night custodian in the Art building and | wasn’t about to give that one up
but | also got a job part-time as the ice arena Zamboni driver. While | was in high school the zoo
that | worked for also had an ice arena for a moneymaking activity, and | learned how to drive the
Zamboni. So anyway, | got the job working part-time as the Zamboni driver at the university. And
I got a call from the university to work at the university as a Zamboni driver because there other
Zamboni driver quit and they wanted me to come. | said no, that | had a college degree; I'm not
going to work as a Zamboni driver. And they offered me so much money that | had to do it. | was
just making so much money | just couldn’t refuse it.

While | was working as a Zamboni driver, | was applying for jobs related to my degree
which was in business management. Every place | would go they would offer me a quarter of
what | was making at the university. The University had put up these two ice arenas, but they
weren’t making money because the guy that had been the Zamboni driver and director of the ice
arena weren't doing a good job. So they kept offering me a lot of money because | was making
money for them. Because | was young, | would keep the thing open all hours of the day and it
was just making them all kinds of money. Every time | would go in to resign, they would offer
more money. | honestly wasn't trying to leverage them to get more money, but | wanted to do
something else; it got to be obscene. | had this wonderful apartment, | had a maid, | had a boat,
I had a van, everything a young person could imagine. | didn’t know what else | was going to do
with my money. So | would save money just because | didn’t know what else to do with it not
because | wanted go places or do things.

| was having a very good time and | started to join my friends, for the first time, being a
university kid. | was a single guy, living on the university, all of this money, everybody knew who |
was because the hockey team played there and | got to drive the Zamboni during the hockey
games. The only thing | had to do was every hour | had to do the ice. So the rest of the time |
would just party and have a good time with friends around the university, it was great. 1 had a
good job so | just partied and enjoyed the life being on the university campus. | had always been
a serious student during and after the war working part-time and | never got to enjoy it. But now, |
started doing more university stuff, and I'm just like digging it! | thought, “this is great.” And,
because | was working for the university, | could take some classes for free.

So | started taking some classes and it was all happening at the time in education, so |
took some education classes. And | thought that | understood what was going on in these
education classes. |took a class in the sociology of education or something like that and
remember thinking this isn’t like the economics classes, or the finance classes. So | took another
class. |think | took two or three classes while | was working for the university, at first just for
something to do, and later because it was a benefit of work. And then | decided | wanted to go to
graduate school, that learning is fun, and | liked it. So | save all of this money and decided that |
was going to go to graduate school. Because it was cold in Pennsylvania and Ohio | applied to
two graduate schools, where | knew that it was warm, in Miami and in Phoenix. | applied to the
University of Miami in Coral Gables, because I'd seen pictures and | had a friend that had been to
Arizona and showed me some pictures of Arizona. | applied for those two graduate schoois.
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Graduate school and entry in teaching. Some friends asked me which graduate school |
was going to go to and | thought whichever one accepts me first. But, both of my acceptance
letters came on the same day. So | was back at the university and sitting with my friend
pondering which graduate school should | go to. And he said well, if you go to Florida, the only
thing you can do in Florida is water ski and go to the beach; if you go to Arizona they have a
place there where you can snow ski up in the mountains (and you like snow skiing), and you can
surf because they have this artificial surf place. You are real close to California, so you can just
drive over to California and go to the beach there, so what you ought to do is go to ASU graduate
school. | said it makes sense to me. So, | put everything in my car and drove from Canton, Ohio
to Tempe, Arizona. It was the first time I'd ever driven across the country, and | stopped in
Albuquerque, and | liked Albuquerque so much and the University of New Mexico, that | thought
I'm just going to do one semester there, at ASU, and come back. And | thought "this is great,
sunshine, its clean, its nice" and | hadn’t seen anything like that coming from Pennsylvania.

When | got to Tempe, Arizona, | liked graduate school; it was the first time ever that |
didn’t have to work while | was going to school full-time and | really liked that. | really liked
education classes, and wondered why | hadn't done this before instead of spending time in boring
business classes. | found out | needed to do classes in order to get my certification for teaching
so | started doing that. Then, | continued on with my degree, a graduate degree in education. |
dropped out of my original intention, which was to get an MBA, and finished up with the education
degree. With that, | taught for four years in Phoenix, in a large school district that was called G
Union High School District. | taught high school business courses in a program called the Work-
Experience Program. Basically | taught half the day and the other half of the day | coordinated
the kids that were working for work experience credit. |did that for four years.

Gradually, | became disenchanted with the large city, which was becoming more polluted
and | didn't like vile haze and all that. I'd gotten married in the interim and went to Prescott,
Arizona, and just thought this was the most wonderful place in the world. Prescott was clean, a
small city and | just had a great time. | enjoyed teaching, loved it. | was also teaching night
classes at Yavapai College and | just thought it's the greatest life in the world. However, my
wife, who was teaching at the same high school | was, wanted to do something different. She
decided that she wanted to work on her doctorate and started taking classes from NAU. She
would drive from Prescott to Flagstaff and did that for a semester. | was worried about her driving
in the middle of the winter from Prescott to Flagstaff, so | got involved in the program too.

| very much liked being in the doctorate program because it was just challenging and
exciting and a stretch for me. My wife and | would study together and do what the professors
required. They would post grades and | always had to make sure that mine was at the top of the
class. |thought she liked the competition. Competition doesn’t cause me stress, in fact, | kind of
enjoy it; for my wife, it meant a lot of stress and brought out other problems. And eventually, she
had a nervous breakdown and our marriage ended. That shocked me. | didn't see any of this
happening or anticipate anything coming on; it was a major sad life experience. And | remember
thinking that was the toughest thing I'd ever gone through, by far.

Entry into school administration. But by then, I'd had taken enough administrative credits
and the fellow that had been the assistant principal was retiring. And the principal asked if |
would take the job, and initially, | said no, that | enjoyed teaching. He basically asked me to do it
as a favor, and | said that | would do it for a year, but that | really enjoyed teaching and didn’t
want to do this. So, | took the job and | loved it. Basically they gave me free reign and it was
great. | got involved with student counsel. | was in charge of curriculum. At Prescott High
School, 90% of the kids went to college and it was a very good environment to be in as far as
academics. | just kept doing what ever | wanted to do as far as putting on some programs,
putting on academic decathlons, all kinds of things, and we had a lot of neat things happen in that
first year. So | said | want to continue, and continued on as the assistant principal. | was up in
Prescott for thirteen years and | liked what | was doing.

| decided | was going to apply for some jobs that down in the Valley. | didn't think there
was any way that | was going to move into the principalship in Prescott. The guy that was the
principal was almost the same age as | was and he was still doing a very good job. And | didn’t
want to hold the state record for being an assistant principal. So a job opened up in Cave Creek
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and | had told everybody that if | could go anywhere, it would be to move to Cave Creek because
it was a small, nice littte community. The other thing was that in two years they were going to
build their own new high school. So | applied for and got the job as planning principal and then
principal.

| spent the next two years planning, getting involved in the community, and building a new
school. | had remarried and when | would come home my wife would ask me what | did that day.
And | explained that | spent all of my time working with architects, engineers and construction
guys. Although | was there for six years, it was especially during the last two years that | spent all
of my time building more and more buildings and more and more classrooms. | enjoyed it but |
wasn't working with kids or feeling like | was making the place better. | mean the whole purpose
of getting into education was to work with children. And | thought | want to go out to do something
different. | didn't know what | wanted to do, but | wanted to do something different. So |
resigned.

| then applied for a job in the County School District that was different from anything I'd
ever done, working with programs for at-risk kids. | did that for a year and | was enjoying it when
the county superintendent asked me to become the school superintendent. She had had some
problems with press and wanted me to clean up the program because of the difficult experiences
with the media. Although | had never been an assistant superintendent, | had been a principal
and | had just finished my doctorate. So | accepted the offer. That is basically how | got here, to
this position.

Learning from Crisis: An Administrator’s Perspective

Probably the most difficult thing that | ever did in my educational career was when | was
the principal at CS High School. | think it was about my third year in the district, and it was right
after the new high school had opened. It was a new and beautiful school that we had planned
and put together. On the first day of school, one of the alternative kids, one of the gangster kids,
one of the kids that thought that he was a gang-wannabe type, which was unusual for that Cave
Creek community, beat-up one of the high profile kids in this school. He beat him up in the
lunchroom and beat him up badly, just smacked him up real bad. The kid who got beat up was a
member of the football team and so several members of the football team took on this other
group up, who were basically skateboard kids, into rock music and that type of thing. The kids
from the football team then beat up a couple of the skateboard kids and then a couple of days
later some of the skateboard kids found this football player by himself and beat him up. Within
the first week of school we had had several fights, bad fights in that kids were hurt, and there kids
who needed to be stitched up, kids in the hospital.

A group of parents called me up and said that they wanted to meet with me. Two of the
parents said that they had heard of these fights going on, that they were concerned about it, and
that they were going to invite some other parents. They wanted to have a meeting with me, the
principal. So, we set a time of 8 o’clock in the evening. | had been doing whatever on the campus
that day and | told them that | would meet them in the cafeteria. | had a guard in the cafeteria and
people were alarmed, and | was just totally shocked. Basically | went in and | said | would like to
hear your concerns. The parents went on and on -- schools were unsafe, that | hadn't done my
job, that the kids were out of hand and they were going to demolish the school, that kids were
afraid to go to classes and kids weren't going to school, that | had let it get out of hand, that | had
been too strict with these kids and not strict enough with these other kids. The parents had a
whole list of things that | had done wrong. So | just listened to it all and | was taken aback by all
of it because | had been so consumed with it that | just hadn’t been seeing all of the concerns that
had been there. |just didn’t know what to say and | told them that | was going to get a
microphone so that | could talk to them. So | walked down to the gym, got a microphone, and as |
was getting the microphone, | was kind of putting my thoughts together.

Basically | just told them that there were some things that | was going to do and laid out a
plan of things that | was thinking of while | was getting the microphone. | quickly came up with a
plan of action and certain activities | was going to do to stop this gang fighting that was going on,
and the things that | could do to make the school safer. |said that we would have a meeting
within one week and they would evaluate whether or not | was doing an effective job or not. |
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couldn't think of anything else to do. After | recommended all of these things, it was two weeks
later when | met with parents again. At that meeting only two people showed up, the original two
parents. They just told me that the parents liked what | was doing and that | was carrying through
and what | had promised. And it went from a very intense situation to a situation where

We found out that there other issues on the campus that | hadn't been aware of and that
we needed to work on. Some the things came from the discussions that | had with the kids. I'd
call on different groups of kids and we'd have an open forum and they would just talk to me.
Then we would try to do something about it. There were a few kids that were doing different
things that | was not aware of. For instance one of the major issues was the fact that the males,
the boys, were treating the girls very poorly. They were saying things to the girls, they were
playing sexual games, harassment things, abuse things, just bad stuff that was going on. 1 would
never have learned about these things if the fights hadn't happened and if we hadn't had these
open forums. We found professional staff, and other people to work with the student body and
by end of the school year | think we had approached issues that needed to be approached; it took
a full year probably to get everything to do with those incidents resolved and handled. That time,
less than nine months, was probably the most difficult situation that | had ever faced as an
administrator. We needed to have some type of vehicle to find out what is going on in the school
because on the surface, it wasn't always observable. Uncovering these issues and problems are
now considered a normal part of our efforts to find out what was going on with the kids.

| think that the reason why | was able to deal with all those issues and other stuff is
because | had the conviction that | could solve the problem and | was able to solve them. If you
had heard the attacks, the things that were being said that night by the parents, you would just
say the problems were just too big, too difficult. It never entered my mind that we were not going
solve these problems. | just thought we could solve them. | promised the people that | could and
we did. So | think that you need to have the confidence to go ahead and approach problems and
hit them head on and to be up front with the people, communicate with the people.

The kind of things that | would have done differently has to do with communicating with
others. | was communicating with student counsel, | was going to the PTA meetings, | was going
to the booster club meetings. But | wasn't talking to a cross-section of the student body and
that's what | needed to do. There was a group of students that felt disenfranchised, was
disenfranchised and | needed to affirmatively go after that group. | needed to identify who they
were, identify who the leaders of these different groups were, subgroups, cliques, or whatever
you want to call these social groups. | needed to identify them, bring them in, talk to them, and
communicate with them. That's what | did not do prior to this whole set of events. After that, we
would take different social groups on campus and identify the kids in the skater group, the
Hispanic group. | would have faculty and staff identify these kids and then we would go on
retreats and work out issues and come back and work together as a group. That’s what | would
do. My educational experiences, while difficult in many ways, didn't prepare me for being at the
center of all things. While | was principal at the high school, all problems centered on me, on the
principal. The principal has to solve everything. And my first reaction was | can't solve it, | can’t
do everything. But instead of saying that, | began to bring in all of these people. And then |
brought in all of these people and we would solve problems together.

| now see that in my previous school, there was probably a whole community of families in
difficult situations that | didn’t see or communicate with. | remember an incident when | was the
assistant principal, when a gunshot went off inside the women’s restroom. This was at seven
o’clock in the morning. | went inside and lying in a pool of blood, was a heavy-set female student.
My first reaction was to head down the hall yelling, looking for someone who knew first aid and
EMT. | dragged one of teachers out of the classroom to help me, because | was going to save
this girl from dying. | started yelling at the janitor -- call 911, call the ambulance, call the nurse.
And | remember thinking | was taking care of this unique situation because | was going to save
this girl from dying. The paramedics came, the nurse came, and the police had come. And then,
they were taking of that situation. | remember thinking okay; this immediate thing right now is
being taken care of. | will go see what is going on in the rest of the school.

As | was leaving the restroom, the police Sergeant, who | knew and had worked with,
came over and | thought, wow, this is good because he is going to take over this part of it. 1 no
longer have to supervise what is going here, he is going to take charge of it. He walks into the
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restroom and he comes out bawling. | wonder why is he crying and it turns out that she was his
buddy’s daughter. That is how she got the gun and killed herself. I'm trying to get him to get his
act together but he's just leaning against the wall bawling. | can’t figure out why is he crying and |
couldn’t get him to explain why he was bawling. Finally another police officer comes up and tells
me what's going on, and then he takes charge. So now | can walk away from it and go see
what's going on in the school. The school is kind of a large building, in a square, with a central
courtyard and classrooms all around that house about 1800 students. The teachers are standing
in front of the doors because it is a lockdown situation and the kids are required to stay in the
classroom. But the kids want to go out because they heard gunshots and some kids were
screaming, crying, out of control. So | was trying to calm down one class and then I'd go to
another classroom. Some classes were out of control and some were dealing with it. | would
find teachers or people that were handling their class well and then | would get their help to other
teachers in other situations that were having trouble. It took a while for the people to get the body
out of the room, get the place cleaned up because there was blood everywhere and there was an
investigation and all of that. And the other kids are trapped in their rooms and couldn’t go out of
their rooms for, | don't know how many hours. There were all kinds of guessing about what had
happened, so basically we tried to announce what had happened and what was going on. We
told the students that if they wanted to leave school, they could leave. If they need help, then
they could get help or whatever else they needed. Two years prior to this, we had had two
suicides at this same school and the prior year before that we had had four suicides. White,
upper middle-class kids were committing suicide and there was copycat stuff going on. We had
gone through a lot of different programs —counseling and support groups, help groups. |
thought that after having gone through all of these suicides, that there was nothing that our school
or our staff couldn’t deal with. But this was very different, in that this girl committed suicide on
campus at seven A.M. just as school was starting. When you force kids to stay into their rooms,
where they have to stay inside, it just compounds the whole thing.

In retrospect, what would | have done differently? We were very good at getting in the
counselors, getting in church people, getting in the parents. And we had all of these crises
plans. But we had never anticipated what would happen if you had a suicide on campus. We
hadn't done that drill. | think that if we had done that, things would have worked better. That is
the one thing that we just hadn't anticipated that. That was probably one of the most difficult
challenges in my administrative career.

Learning to manage the media after the murder of a student. A student from another
school murdered a very popular student from the high school, approximately a mile from the
campus. Because it happened on a Sunday night, Monday morning the media played it all
morning long on the radio and on the TV. It was the story of a murder that happened with this
nice upper middle-class rich kid from this nice rich school. So it was a very high visibility story
played on all of the news media, TV and radio channels, and front page of the newspaper. The
murder of this student was a big story and the media descended upon the campus. From
previous experience of working with the media in other crisis situations, | knew that there were
some things that | could with the media. | had been involved in a First Amendment situation in
which kids were passing out pamphlets on campus that eventually went to the Supreme Court, in
which | had barred the media from the campus. That compounded the problem; it made the
problem worse because the media then took an antagonistic view towards me, towards the
school. They would try all kinds of different ways to sneak on the campus. They would find
ways to.get hold of students anyway. And so | learned from that. So in this situation where the
student was murdered, when they came to campus | invited them on the campus. | put all of the
media in a single room and had them sit there while | would come and make statements. And
after | made statements, | had a counselor come in and made some statements. Then, | had
some students come in and make statements. Because of the past experience | had with the
first amendment issue and seeing what had happened when | tried to control the media, | learned
it was better to provide the media with access and information. By providing them access people
to talk to, they could do their story at least with the possibility putting on a positive twist. The
media continued to do stories after the murder to help the community and the school get to
handle the situation. Instead of being in an adversarial relationship with the media, they became
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a group of people who wanted to help us. The media coverage did some good things for us; they
would highlight the situation and it helped the kids heal, helped the faculty heal, and helped the
community heal after dealing with murder.

| think that previous situation heiped me learn to use the media for your benefit. |don't
want to use the word “use” as manipulate because that wasn't it; it was allowing them access but
not access where they would just walk around and go wherever they wanted. | compromised in
a positive way, in that | allowed the media to come in but stay within a boundary. Then | would go
to individuals and ask them to talk to the media as the teacher representative, student
representative, or parent representative. So the thing that | learned from that is you can't get
groups of students, parents, teachers, and community members to work together when you try to
keep the media out or keep things a secret.

The superintendent’s story provides insight into his learning, and how learning
from experience shaped his handling of events and school-related crisis. One idea that
comes from this story is consideration of how leaders anticipate problems and how
anticipation results in subsequent crisis (or problems) being averted (Forester, 1991).
This raises a secondary question of how others will recognize this skill as leadership
expertise, when the preferred outcome is that nothing or nothing bad happens (as
opposed to problems or crisis happening). In this story, there are examples of both lack
of anticipation (the superintendent's surprise at finding a crowd of angry parents in the
cafeteria) and his application of prior learning (the importance of giving the media access
and to their concerns for news and information). The fact that his contract was not
renewed during the year that we were working there, may speak to his inability to
anticipate what was expected of him by the County Superintendent/Board and/or his
willingness to do something about it.

Entering School Administration from Special Education Experiences

The next story is by a member of the administrative team with the most years of
experience with the District. Her story is raises issues of gender and the requisite
experience for entry into school administration through her background in special

education.

38

39



Q

ERIC

Aruitoxt provided by Eic:

Serving Special Education Children as
Entry into School Administration

Background and Education

I am the daughter of an Air Force Master Sergeant. I was raised
as an Air Force child. I lived somewhere new every two and a half
years until I was almost through high school. I lived in many, many
places. I went to many, many schools. The experiences I had as an Air
Force child, living all over were very positive, in terms of helping me
learning to work with new people, get along in new places, and deal
with a lot of experiences. I was a very good student. I finished high
school in Abilene, Texas in 1961. I graduated 12 out of 551 students.
I went on to Southwest Texas State College on a government loan,
federal government loan. I got my bachelor’s degree in speech and
language pathology in 1965 and stayed on to do my master’s degree with
I completed in 1966.

The first year I worked was in San Marcos, Texas, where the
college was. I did a pilot program for the State of Texas teaching
what now call learning disabled children. What they were called then
were MBI, or minimally brain-injured children. So, I did the very
first LD program in the state of Texas, back in 1966. From there, I
moved to Fairfax County, Virginia, where my husband and my husband
worked for the CIA in Washington, DC. I worked for Fairfax County,
Virginia, again as a speech and language therapist. I worked for one
year in Virginia, became pregnant with my first child left school to
raise my family and did not work for the next eight years.

Special Education as Preparation for School Administration

I was in special education classrooms prior to 1975, when the
public law for the implementation of special education, PL 94-142 was
passed. So, I've seen a lot of things happen in special education. I
think that taking care of the rights of parents and kids in special ed
is important. I do think the paperwork has gotten out of hand. I
think that it dissuades good special educators from continuing in the
field because they don’'t particularly like or are adept at doing the
paperwork that’s involved in special education. I know that a
successful special education program has to have good paperwork in
order to be successful or it’s going to be in trouble in the monitoring
process. I have worked with excellent special education teachers who
have not been able to handle the paperwork and, unfortunately, if I had
to do it again, I wouldn’t have hired them because it is very, very
hard to do. But, yes, I think we are making progress with our special
education kids. And, remember, back when I first started in special
education, a high percentage of the kids that we now have in our public
schools were not in our public schools. So, I think in that respect,
we have taken a lot of kids out of institutions and closets and brought
them into mainstream public education.

A lot of people go into special education because first of all,
they have someone or some way that gives them a special interest the
field. I originally wanted to be a history teacher, but I had an uncle
who taught physics at Bryce University in southwest Texas. He
suggested then, and this was 1961, that I go into special ed because he
said that was the field of the future. He basically said that there
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were handfuls and handfuls of history teachers, but that there were not
very many people who were in the field of special education and that
that was going to be very big in public education. And I think he was
right. But, I still would have liked to be in a history classroom. I
think I would have enjoyed that.

I returned to work in the fall of 1978 when I came to work for
this Accommodation School District, which became the Regional School
District. I was the speech and language therapist and I worked at
several different schools throughout the valley. I traveled a great
deal. A couple of years later I became the Director of Special Ed for
the program and I remained Special Ed Director for about nine years.
Then, I was Assistant Superintendent for about three years. And then I
became a principal and I've been a principal ever since approximately
1990-1991.

Administrative Preferences

I give a great deal of importance, as far as my administrative
style to being organized and personable. I believe it’s important for
people to be able to get along with each other. I do not like to work
with haughty or arrogant people, and I therefore try not to be haughty
or arrogant myself. I appreciate the classroom teacher’s role, the
role of the special educator, because I’ve done all those things. But,
I'm not a classroom teacher. I’ve never been a classroom teacher. So,
it’s important to me to be able to understand all the demands and the
needs that they have. Something that had an effect on my professional
practice or my career, I would have to say was the Effective Schools
Movement and also the professor from California, where you did the
Effective Teaching Skills, Madeline Hunter. Those two things were very
useful to me and I have, I think, incorporated them, as far as being an
effective teacher, an effective principal, and trying to accomplish the
things that happen in an effective school.

I enjoy being an administrator. I do not wish to go back to the
classroom. I like doing what I do. I think my organizational skills
are quite good and I’'m able to accomplish things, even on a long time
line. I can plan. I’'m very careful with my calendar and I'm
dependable, as far as following a timeline and keeping on schedule with
assignments that I'm given. My first superintendent that was my mentor
for a number of years has positively influenced me in this district.
Dr. Arthur Parker, who was, I think, an extremely effective personnel
manager for our district for a long time, has influenced me positively.
He used to spend a lot of time talking to me, sharing his insights and
his background. I think I have profited from a lot of the things that
he shared with me and talked to me about

I have a couple of other skills too. I communicate well in both
verbal and written expression. I have very limited, marginal computer
skills and very, very poor math. But, I am learning and I appreciate
the technology. I actually enjoy the things that I'm able to do with
the computer. I have, I think, a very rich and varied background, both
as a person and a teacher, therapist, and an administrator. I enjoy
working with the Accommodation School, and I like working with the
kids with special needs. I’'ve always done that. I enjoy working as an
administrator in the detention schools, perhaps more than any other
assignment I’ve had with the regional school district. I was
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apprehensive at first, and I was really surprised to find that I liked
working in the detention centers. I like working with detention staff
members and I have no fears or problems in working with the population.
The teachers are good to work with and the kids, students for the most
part, are appreciative of what we do. I plan to work for approximately
another eight to ten years. This, by the way, is the only district
I've ever worked for in Arizona. 1I’ve worked for the district for 23
years. I’ve enjoyed the work that I do and I think I’'ve been
appropriately compensated and rewarded for the things that I’ve done,
so I’'m happy to be in the district and I have a very positive feeling
about the future of our district and our programs.

In presenting her story, Diane relates her early travel as part of a military family,
and a conservatism born out of Depression-era parents. She indicates that she is a good
student (except for math) and her entry into special education is based on considerations
of the job market of the 1960s rather than zeal to work with a particular population of
children. She leaves the workforce to raise her own family, and presents a view towards
balance and health in one’s personal and professional life, just as she has balanced family
and profession. As an administrator, she defines herself as a negotiator and peacemaker,
a good colleague and team player. She is mostly supportive of the work of teachers,
though she has never been a teacher. In the telling of her story, Diane told us that she
“tries to make life and the job as pleasant and comfortable for people as possible.”
Diane’s story draws heavily on the moral lessons of her parents, where leaders are
organized, make good use of available resources, and conserve time and money. There is
less room for conflict in this style, and Diane told us that in her many years as a school
administrator, she has never fired anyone. She sees her leadership as more personal, with
the goal of getting people to enjoy their lives.

Rural Work Ethic and Moving Up the Ladder

The next story is about growing up in a rural Arizona community. It is a story
that relates to gender, ethnicity, and work ethic.

A Administrator’s Story: M oving Up the Ladder
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Background and Growing Up

I was born and raised in a small mining town. The Magma Copper Mining Company pretty well
controlled the climate and the culture of the town. Eighty percent of the citizens of Superior worked for
Magma, this included the copper smelter, company hospital and the company grocery store. Students at
the local elementary and high schools started their school day at the same time Magma workers started
their workday and ended their day at 4:00 p.m. same time Magma released it’s wo rkers. The regimen
was very part of my entire life until I graduated from high school and left for college.

Magma even permeated the school culture, I remember sitting in my classroom as a very young
child and having the teacher ask “wh ich one of you shining start will receive the Magma scholarship
when you graduate from high school, although we didn’t k now what a scholarship was at that point, we
were asked the same question every year so that it didn’t take long to realize that this “sch olarship” was
what you were working for in school. The older we got the more competitive we all became, we soon
became aware of the significance of a full-ride scholarship. This phenomenon made us aware of the
importance of working hard and getting good grades for the purpose of getting into college (of course
there was much coercion from parents, we just didn’t d o this because we were great Kids).

Superior was a small mining town where the majority of citizens believed in the philosophy “it
takes a whole village to raise a child.” Magma built a state of the arts recreational center for workers’
families. The center opened at 4:30 weekdays and 8:30 on Saturday. Before we could participate in any
of the activities we had to attend presentations given by Magma middle management staff on topics
ranging from proper etiquette to the advantages of education. The citizens of Superior were not afraid to
scold you and make you behave in public. Your parents would know the entire story regarding any type
of misbehavior before you walked in your front door.

My parents were both very loving and very supportive. Mom would have all three of her
children do affirmations facing the mirror every morning before we left school. She would make us
repeat the following phrase, “I k now what I do today will be for the right reason. I know I am capable
and I know I can handle whatever comes my way.” I have maintained this practice throughout my
personal life.

Education

I started my college career at an urban State University, I attended two semesters when I met my
first husband. He was doing his student teaching internship in Phoenix, by the end of the summer I found
myself transferring to another state University to be with him. Transferring was the best thing I could
have done. I met wonderful, caring, supportive instructors, who went out of their way to make sure you
attended class. I developed some long lasting relationships with many of my former professors.

I signed my first teaching contract in Winslow, Arizona. I commuted my first two years to
Flagstaff twice a week to work on my Masters degree. I taught 6" grade for two years and Special
Reading for one year. Winslow was a wonderful place to work but I decided I wanted to move to
Phoenix.

Entering School Administration

I interviewed at Murphy District for and assistant principal’s p osition, the superintendent asked
my viewpoint regarding bilingual education. I told him I did not believe in it, stating students should go
through immersion in order to be more successful. He did not hire me as an assistant principal, but he
did offer me a teaching position. I accepted and he assigned me to a third grade bilingual classroom. I
had no experience teaching bilingual children, I remember staying up nights researching effective
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strategies and methodologies for teaching these children. During that year the superintendent came to
visit my classroom several times to see how I was doing. The beginning of the second year in the district,
he came in to see me and asked me how I felt about Bilingual Education, I responded that it was the
toughest thing I had ever done, but I was a believer, and understood how imperative it was for children
to learn foundational skills in their own language before attempting to learn English. In November, he
assigned me as interim principal. At the end of the school year, he asked me if I would take the
principalship at the same elementary school. I stayed at Murphy district for a total of four years. The
superintendent has remained my friend and mentor throughout my professional career.

I was hired in the Dysart Unified School District as an assistant principal for a new middle
school. The district advertised for planning principals. Opening up a school was the best experience I
have ever had. Luckily, Phoenix Preparatory had just opened and the principal there at the time would
share some of the problems they were facing, simple things like beginning school and forgetting to order
clocks for the classrooms. Furniture, equipment, and supplies were not delivered on time. The principal
and I got to hire our own staff, which was in tune with a true middle school philosophy. The school was
divided into four pods with seven classrooms, seven teachers and 200 students in each pod. Each grade
level shared a common patio, where they constructed a bird aviary and raised cockatiels and lovebirds,
assembled a greenhouse and learned about propagations, and built a fishpond. The eighth grade
curriculum called for Life Science. The seventh grade science curriculum physical science, the patio had
a simulated outer space project that displayed different backgrounds for studying the characteristics of
outer space.

Class scheduling incorporated different clubs. Clubs included yearbook, school paper, school
council, National Junior Honor Society, Jr. ROTC, ham radio, dance, art, woodshop, etiquette, culture,
writing, sewing, cooking. There were after school sports and clubs would meet for activities after school
as needed. The idea was to keep students to busy to get into trouble. My experience at Dysart Middle
School was very valuable and very rewarding. It was very hard work and very long hours.

Shortly after that, the school was running so smoothly that I soon felt that there was no
challenge, so I applied for a central office position and was promoted to that, to the position, without a
problem. I worked in tandem with the assistant superintendent as the academic support director. I was
very fortunate to work with a person who placed no restraints on me or my abilities. I learned so much
from this position. I traveled all over the United States, and was given the opportunity to visit schools
with effective programs. My job was to come back to the district, report my findings to the cabinet and
to the teachers and principals. I did a lot of teacher training and staff development. I trained principals,
also.

I resigned from that position in 1998 to move to Alaska. I traveled to Alaska in April and
applied for a principalship at Northern Lights Elementary School in the Anchorage district. I was
offered a contract. My sister, a registered nurse, and I made plans to move to Alaska together. I sold
my home and, as we were preparing to make the move, actually, she suffered a serious heart attack. I
could not leave her by herself. She’s my little sissy, so I stayed. I had no home, no job, nor any job
prospects at this time.

However, I was looking through the paper one day and I did find a job advertisement for a
principalship in the County Regional School District. I applied, interviewed, and was hired in August of
1998. I started my career in the East Valley, at a middle school. I was transferred at the end of the year
to an elementary school serving a homeless population of children, and transferred again in March to the
district office. I must say, working for County Regional School District has given me a multitude of
educational experiences.

Administration and Oppositional Behaviors — The Principal of an Alternative School
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The next story concerns the principal at one of the “alternative schools” which
serves children that have been excluded or self-selected out of traditional school
environments. Her story is one of her own opposition to authority.

Opposition to Authority as Motivation for Leadership:
Personal and Political Power in Becoming a School Principal

Growing Up

You know, a lot of people would think that my background is not
too extensive, being that I'm 30 years old and an administrator, but I
think it is. I think it has all the makings for a TV miniseries, if I
do find that many people would find my life very interesting and why a
young person such as myself would be an administrator. I mean, I‘'ve
had some people say, “What is it? To stroke your ego or..” just very,
you know, odd comments, because you don’t always see a 30 year old
administrator. Heck, though, I was an administrator at 24, which, you
know, looking back six years now, I too, think that was pretty odd, but
understanding my background, I think people can understand why it is
that I became a principal. I always had the desire to be a teacher,
but my teachers would tell me that there’s no money in it and so, you
know, I looked into pharmacy and I started that and I really hated it
and I wanted to teach Italian. I always loved the language.

I am Italian. I took it for four years in high school. I did
some doctoral work in Italy. But, I didn’t think there was too much of
a market for Italian teachers and I'm very proud of my heritage. I was
born in Chicago Heights, Illinois, in 1970, and my parents and their
parents, also, resided in Chicago Heights, so I have a great deal of
pride. I feel very united, tied to the community where I was born and
raised. This is where I was born, went to school, became a teacher,
assistant principal and a principal. I guess it all starts back with
my parents. My father is an Italian and he lived in Chicago Heights in
a little section of town called Hungry Hill. That’s where a lot of
people moved from Europe and worked in the steel mills and my mother
lived about a mile away from him on Chicago Road. When they met, it
was the only man that my mother ever dated; she met him when she was
twelve. And married him at eighteen and kept that pretty much a secret
from her parents. Being that my mother was a Slovak, a Polish Slovak,
they weren’t too happy with my father. They figured all Italians were,
you know, bad people, the Black Hand, and a lot of that was true.

There was a great deal of Mafia and corruption in Chicago
Heights. Many of our people, political people are now in prisons,
including our former mayor. And to get anywhere in Chicago Heights,
you had to be Republican, albeit my father was a Republican and he had
an eighth grade education. He dropped out of high school, the same
high school I went to, Bloom, when he didn’t make the cut of the
basketball team for political reasons. And being so frustrated, he,
you know, dropped out and found himself doing things that a lot of
children growing up don‘t do. He lived a pretty corrupt life. He was
heavy into gambling, never any alcohol. 1In fact, he hardly ever
touches a drink, but he gambled poker, you name it. Chicago Heights was
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a town notorious for gambling, illegal gambling, and that was
associated with Mafia and a lot of people knew my father because
everybody back in Chicago Heights knows everybody else. I always got a
little bit of a reputation of my father being this corrupt, even though
he was known as a pillar of the community, and basketball coach in the
Lutheran school where I attended. But, there’s always a great deal of
corruption because people just associated him with gambling; it never
really was too much of a big deal for me because I figured it’s
people’s money, so they could do with it what they wanted, at least I
thought that way while I was growing up.

But, you know, growing up was a little bit different because I
didn’t grow up like normal children did because of my father’s
lifestyle. Even though I know things weren’t on the up and up, I knew
that he would do anything to help his children. And that he did. He
put his eldest son through Cornell, at the top his class. And my other
brother graduated at the top of his class,. too, from Michigan State
University. And then there was me. I was the only girl, and not so
fond of education. I was more like a rebel, like my father, growing
up. My brothers had the privilege of being raised by my mother. She
was at home and I guess, six years after my brother John was born, I
was a surprise. And my mother was already working during that time and
they didn’t want another child, but they were very happy that they had
a girl. And so, my father raised me. My father would have his
gambling games going on and, you know, I knew how to count money at a
very young age. I would go to the racetrack. I knew the people that
are now that are in jail for corruption, I grew up around that. I
didn’t think much of it. I always just thought people associated, you
know, Mafia with someone that would kill you, the Black Hand, but it
wasn't like that growing up. And my father was a pillar of the
community in the sense that, he’d do anything to help you. He was
always very active in my brothers’ lives, especially, when they were in
basketball, sports and academics. He was always behind them, including
me, but I didn’t show too much interest in academics. He always says
I'm his biggest surprise. But, I was really touched how my father,
being an eighth grade graduate, got us all through school and would
just do anything for his children.

So, be it as it may that there’s some darkness to my background,
or my family’s background and maybe not everything was on the up and
up, the values were there and I was raised with values. I was also
raised with the fact that I didn’t want to live a life where I had to
worry. I wanted to make it on my own, but I learned early that
Republicans were in power in Chicago Heights and if you wanted to get
anywhere in Chicago Heights, you had to be Republican and you know, do
favors for the Republican party, such as get signatures and the like
and my dad was very active and very well respected by the Republicans
in Chicago Heights. And from this, he obtained a position with the
state. That’s not too easy to do with an eighth grade education and
making fairly decent money when he got his life in order. Well, it was
always in order in a sense, but when he decided that he wanted to live
a straighter life, because when you do things that are not on the up
and up, you live your life in fear.

Even though I had the intelligence, I dreaded school. I can

remember when I was in school in third grade, the Lutheran school,
which I attended for nine years in Chicago Heights, and everybody knew
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everybody, I asked a question about a teacher. I said something to the
effect that all kids had to learn how to ice skate when they were two
years old. And I was thinking, “Well, gosh, what if they have a broken
leg, what if they don’t want to?” And I raised my hand and I said,
“aAll students?” And she yelled at me and said, “Yes, all students!
Don’t you listen? You know, you must be stupid!” And I never raised
my hand until I was a freshman because it hurt me so that I got yelled
at, so it scared me. And that made me more than anything else, not
like school; it made school a negative experience. Even though you
knew that the teachers loved you and they cared about you, they were
very, very hard on you and I just didn’t like it. And, I thought maybe
that I could become a teacher and I'd be different. 1I’'d make a
difference. 1I’d never yell at anybody or make anybody feel stupid for
asking a question. There were no stupid questions. I wanted the
students to enjoy coming to school, be serious students but to enjoy.

I wanted to create places where students weren’t dreading it like I had
for all those years. It was those bad experiences that were
detrimental to me for many, many years, even scarred me for life. 1I’'d
love to meet that teacher again who scolded me and made my third grade
year definitely a hell year; made me not want to study and ask
questions because of fear. I don’t think that’s good. So, it’s real
important that people are comfortable around me. And I sense the
students are.

I can remember in eighth grade, my father was indicted and
possibly on his way to jail. And from that point on, even though I saw
him obtain money easily, I knew that the key to success was a good
education and doing good. But, yet, I had this great sense of loyalty
to Chicago Heights because this is, you know, where I was born and
raised. And I saw a lot of people in gangs, I saw a lot of violence.
Even though this wasn’t in my family, I saw things changing in Chicago
Heights, and I can remember driving by a school in Chicago Heights and
saying, “Boy, wouldn’t it be cool to be a teacher there? Wouldn’'t it
be cool to be a principal there?” Just twenty-something years later,
that came to be. I always remained loyal to the Republican in Chicago
Heights because they believed in me. In high school, I wasn’t as
focused as I could have been, but I decided I wanted a college
education.

College and Entry into Education

That was a definite and that’s where I met my first, and my ex-
husband, Chris. My teachers told me not to become a teacher because
the money wasn’t there, so I decided to go into pharmacy school and I
took all the chemistry and I had a strong science background. I seemed
to test high in that area, but I hated it and then I just figured I’'d
pay the tuition, even if I got D’s, I'd get the degree. I didn’t
really care much. I just really cared about enjoying life and this
future husband of mine made a comment to one of my friends, that this
girl isn’t going to be anything with her attitude and somehow that
touched me and angered me at the same time. But, from that moment on,
that’s when I became the little genius and became the straight A
student and went all the way through a doctorate. I think it was his
comments. He’s the one who showed me how to work the computer, how to
research the internet; he’s the one who taught me how to study. So, I
am forever indebted to what he’s taught me. Because I do consider
myself a late bloomer. I was always ahead of my years. I always
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wanted to be older than I was and, but it was Chris who taught me to
focus and that’s I did.

And another lady came up to me and said, “You know, Allison,
you’d be a great teacher.” And I said, “You know, that’s what I
wanted to do. So, forget the money. Let me go into teaching.” 8So, I
changed majors and even got rid of the science and went with English.
I used the science and English background when I graduated and I became
a teacher. Actually, the first place I looked for a position was
Chicago Heights because I wanted to work where I was born, and even
that seemed to be very political because the person that was my
cooperating teacher was very envious of me. She was about 32 years old
at the time and the kids really liked me. I was real active in the
community and it seemed that she was a little bit jealous of my
success. And she went to the Superintendent and she badmouthed me when
she knew I was going to be applying for a position there. I don’t know
really why she did it. Most people do feel that there was a sense of
jealousy because I knew I was a damn good teacher. I knew that the
kids liked me and that I was strong. And I think she wanted me to feel
indebted to her, that she was molding me, and when I took the liberty
of scheduling an interview without telling her, this upset her.

And our Superintendent at the time was also born and raised in
Chicago Heights and knew my father and it got back around to me that

she had blackballed me. She was sort of, not dating, so much, but the
former Superintendent kind of had this reputation as a ladies’ man and
this cooperating teacher had a way of charming him. He had said that

she had talked badly about me, and it all came out. And there was
another district at the same time that was very interested in hiring me
that paid more. But I didn’t want that position. I wanted the Chicago
Heights position because this lady had angered me so. And, so the
Mayor and the Board endorsed me, and the Superintendent still had very
much ties to this women, the cooperating teacher. He tried to be the
heavy and not hire me because he had promised her. I later found this
out, years later, and it became a battle. It came to the point where
he was no longer superintendent. It was a pretty bad issue. He was a
corrupt man, but that really ticked me off more than anything. I came
to be victorious and I became a teacher at the school, a fifth grade
teacher, and I remained there for three years.

But, my mother always said, “The best type of revenge that you
can do is just be successful,” so I put my energies into just being
successful and my students, you know, loved me. And at first, you
know, any activity there was, I was involved in. And then they got, my
interests were outside my classroom. I started getting interested in
special ed and other classrooms and my students said, you know, I’'m
more like the principal than the principal is because of how active I
was and that hit a cord with me and I decided from that point on that I
wanted to be a principal.

Entry in School Administration

So, I signed up for school my second year of teaching to become a
principal. And I did that in a year and a half. And simultaneously,
my husband was a police officer and we would form the violence
prevention groups. He would do a group with the junior police that I
formed there. 1I’d get the kids jackets and they’d do patrol, just so
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many great things together. And then I became vice principal in 1995
for the same district, moved right into that position, wasn’t too much
of a difficulty there. It was more difficult to become the teacher
than it was to become the vice principal of a junior high. A lot of
people, you know, at that time were making comments about my age, being
that I was 24, 25 years old and moving up. But, yet, they knew me,
they knew of my family. They also knew that I was a hard worker. They
knew that I cared. They knew that my husband was a pillar of the
community and very giving in the community. And so I proved myself as
an assistant principal and then the following year, I became a
principal, still very, very young. I finished my Master'’'s degree, and
I simultaneously signed up for a doctoral degree, to the dismay of my
husband at the time. He had worked such long hours, anything that was
extra he would do it.

And I threw myself into work and into school, probably 90 hours a
week. Everything was work and school and community and so my marriage
started to disintegrate for various reasons. but a lot of the students
that I would teach during the day, he would arrest at night, and I
would be loocking at the roots of what makes them do what they do and he
would be saying that they were..I forget the word that he used, but
something derogatory..mutants, I think that’s what he called them.
Mutants. And so we’d get into fights about that and I think he got a
little bit envious that I was doing so much schooling so fast and he
moved up to detective, but he was the true.he was the true smart one.
He should have been a doctor. He started out as a pharmacist, as did
I. You know, work three, four jobs, and the goal was that I would
graduate and then I‘d put him through. Well, when it came time for me
to put him through, he was really wrapped up in being a police officer
and a narcotics detective and a SWAT detective and he was really active
in police work and was awesome at it. But, the marriage itself was
going pretty bad.

It was 1995, towards the end of my doctorate that I decided that
I wanted to go to Italy and Rome. Loyola was located out there and that
was where I went to school. And I took some coursework out there to
finish early and learn Italian because that is my background, my
heritage. I went to Italy and I studied out there and when I came
back, I was going through a divorce. My husband and I had to live in
Chicago Heights because he was a police officer there and police
officers had to live there. I could live anywhere I wanted to live, and
as much as I love Chicago Heights, he had said to me, “Allison, you can
go anywhere you want to go now.” And I thought, “Oh my gosh, this is
true.” So, I decided to take a sabbatical out in Oregon and do some
research on violence prevention be